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Abstract 
This study provides an analysis of practicum students’ perceptions on cathartic supervision applied to them and how cathartic 
supervision given is reflected in their overall attitude to classroom teaching behavior during EDUC 402 Practice Teaching course
at Faculty of Education, Eastern Mediterranean University, North Cyprus. Data were collected via observations, video-recording,
semi-structured interviews employing qualitative methods. The results indicate important implications for supervising practicum
students using cathartic supervision techniques to teach them how to cope with their emotions that block their personal power in
conducting their classes. 
Keywords: Supervision in teacher education; cathartic supervision; intervention techniques. 
1. Introduction 
Teaching is a process in which teachers continuously try out a variety of methods and techniques to help students 
learn better but most of the teachers never feel satisfied when the class is over. I think these unsatisfactory feelings 
help teachers go forward and they place much more emphasis on understanding students as human beings ʊ how 
they feel when they learn, what happens in their brains while learning takes place. Tomlinson (1995) defines 
teaching as, “activity designed to promote learning” which points to the goal-oriented nature of the activity. 
Danielson (2007) defines teaching as a highly complex business and states that each stage of teaching requires 
thinking, planning, editing, doing and redoing. Danielson (2007) states that “teaching is a physically demanding 
task” as teachers always move from one place to another, from one building to the other, from one part of the 
classroom to the other part, and so on. Teaching is a highly emotional process which requires certain kind of 
expertise in understanding what students need and finding out better techniques to meet their needs, and realizing 
how they feel when they succeed or fail. According to Danielson (2007), “Teaching is cognitively demanding; a 
teacher makes hundreds of nontrivial decisions daily, from designing lessons, to responding to students’ questions, 
to meeting with their colleagues. Therefore, teaching is a thinking person’s job; it is not simply a matter of following 
a script or carrying out other people’s instructional designs”. Foreign language teaching is very important as we not 
only teach students the major components of the foreign language and how they are constructed but also we transfer 
the culture and teach students how to survive with the language we teach. Knowing much about this rewarding 
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profession brings its own rewards. As we reflect, we learn from our mistakes and when we are reminded of our 
feelings, we start thinking, questioning and being aware of some of our fears to overcome some daily problems that 
we face in our classes. 
In order to train the fourth-year students of the Department of English Literature and Humanities about this highly 
complex profession, EDUC 402 Practice Teaching course which aims at guiding the prospective teachers to observe 
and then teach a group of students under supervision within a combined theory-observation-practice-reflection
framework was offered. The course also aimed to build up teaching skills, improve interns’ teaching performance, 
and develop an awareness of how students learn. The objectives of the course were as follows: To apply instruction 
from theory, to develop lesson planning skills, to provide opportunities to observe practicing teachers, to provide 
practical experience in microteaching format, to provide practical experience in classroom teaching, and to develop 
learning about teaching through reflection. 
At EMU Faculty of Education, Practice Teaching course was offered to the fourth-year students who would like 
to get a teaching certificate to be employed as an English language teacher. Generally, the supervision models 
applied in this programme are based on the belief that novice teachers need extensive help and guidance and good 
models in process of learning this profession. The supervisors usually adopt the role of an experienced trainer who 
knows what to do, how to do and why to do. Course supervisors and the cooperating teachers of EDUC 402 course 
were generally following the principles of directive and alternative supervision models when they supervised their 
students. Gebhard (1984) defines the roles of the supervisors who use Directive Supervision Model as follows: 1) to 
direct teacher, 2) to inform the teacher, 3) to model teaching behaviors, 4) to evaluate the teacher’s mastery of 
defined objectives. Gebbard also highlights some problems of direct supervision model as follows: a) Definition of 
good teaching by the supervisor, b) Defensiveness and low self-esteem of the observed teacher (threatening and 
judgemantal for the ones who were observed), c) Assignment of responsibilities for what goes on in the classroom. 
Similarly, Gebhard (1984) defines the roles of supervisors who use Alternative Supervision Model as follows: to 
suggest a variety of alternatives to what the teacher has done in the classroom to widen the scope of what a teacher 
will consider doing. Therefore, students in this program often do not have a chance to reflect and think about what is 
happening and why as they are often spoon fed by the information from their supervisors. It is not impossible to 
deny the impact of these direct supervision models on students but these models directly ignore the humanistic 
aspect of teaching. However, as Stevick (1980) states “success depends less on materials, techniques and linguistic 
analysis, and more on what goes on inside and between people in the classroom”. Moreover, Maldarez and 
Bodoczky (1999) state that “many student-teachers are not equipped with the ability to draw on all levels of the 
iceberg in order to construct a personal understanding of teaching”. Richardson and Wideen et al. (1996, cited in 
Paquette and Tochon, 2002) state that “programs that approach learning to teach in a constructive manner are 
successful in engaging their participants in examining and changing their beliefs and practices”. 
After observing and questioning the above-mentioned direct supervision approach to training practice-teaching 
students, which ignores the humanistic aspects of teaching for a while, the researcher decided to integrate this 
neglected component ʊ feelings of the practicum students ʊ into her supervision technique, approach practice 
teaching students, and give feedback to them depending on the principles of cathartic supervision through which 
students have managed to be aware of their own fears, anxieties about teaching that might cause them to choose 
teaching as a profession or not. 
Goldsberry (1988, cited in Bailey, 2006) distinguishes three important models of educational supervision by the 
purpose of each. First, nominal supervision has the “primary purpose of maintaining a façade that supervision is 
being practiced” (p. 2). Second, the prescriptive model is “based upon the notion that the supervisor needs to correct 
deficiencies in teaching and has a primary purpose of surfacing these flaws and correcting them” (Goldsberry, 1988, 
cited in Bailey, 2006). This model is a long-lived view of supervision that has influenced language teaching as well 
(Gebhard, 1984; Wallace, 1991). Third, the reflective model assumes that “teachers need skilled support to refine 
their own efforts” (Goldsberry, 1988, cited in Bailey, 2006). This model’s primary purpose is “the stimulation of 
guided reflection based upon disciplined inquiry into the ends and means of teaching” (Goldsberry, 1988, cited in 
Bailey, 2006). 
Hawkins & Shohet (1989) defines supervision as “a space for the supervisee to explore their practice, to build 
theory, attend to feelings and values, and to examine how they may act”. Gebhard (1984) says, “Language teacher 
supervision is an ongoing process of teacher education in which the supervisor observes what goes on in the 
teacher’s classroom with an eye toward the goal of improved instruction”. Supervision, as the path from professional 
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experiences to new professional experiences, involves a three-stage process as Van Kessel and Haan (1993) suggest: 
“1) the way of knowing, 2) the way of choosing, 3) the way of acting ". According to Daresh (2001), “supervision is 
a process of overseeing the ability of people to meet the goals of the organization in which they work.” He stresses 
that supervision should be seen as a process rather than as a professional role. 
Wallace (1991) defines a supervisor as “anyone who has a substantial element in her or his professional remit, the 
duty of monitoring and improving the quality of teaching done by other colleagues in a given educational situation”.
According to Hazi (1994), New Jersey law defines a supervisor as “any appropriately certified individual assigned 
with the responsibility for the direction and guidance of the work of teaching staff members.” Hart (1994) states “the 
roles of educational supervisors vary greatly across time and place”. For example, Wiles (Wiles, 1967, cited in 
Daresh, 2001, p. 11) portrays supervisors in general education somewhat idealistically stating that supervisors 
“serve as liaisons to get people into contact with resource people who can help”. 
Gebhard’s (1984) different models of supervision can be summarized as follows: In Directive Supervision the 
roles of the supervisors are a) to direct teacher, b) to inform the teacher, c) to model teaching behaviors, d) to 
evaluate the teacher’s mastery of defined objectives. In Alternative Supervision, the role of the supervisor is to 
suggest a variety of alternatives to what the teacher has done in the classroom to widen the scope of what a teacher 
will consider doing. In Collaborative Supervision, the roles of the supervisors are a) to work with teachers but not 
direct them, b) to participate in any decisions actively, c) to establish a sharing relationship. In Non-directive 
Supervision, the roles of the supervisors are a) to listen to the observed teacher and demonstrate an understanding of 
what the teacher has said b) to come up with an understanding response. In Creative Supervision, the role of the 
supervisor is to use any combination of the above models, or shift the responsibility to another source or use insights 
from other fields.  
Hart (1994) says, “In some parts of the world, the development of the language teacher supervisor’s role has 
paralleled a trend toward increasing individualization in education. Supervisors’ responsibilities have moved from 
being largely judgmental and evaluative to being more developmental in focus”. Alfonso et al. (1984, cited in 
Bailey, 2006) summarized this change as follows: “The task of supervision now is to refine the process of teaching 
and improve the effectiveness of the results of schooling”. As Hart (1994) highlights, “eventually, humanistic 
supervision did become a trend in general education. A humanistic supervisor “possesses and develops 
characteristics that enable him/her to consistently affirm a constructive other-centered action that leads to the growth 
of others, to the improvement of instruction, and to his/her own self-improvement” (Abrell, 1974, cited in Bailey, 
2006). A humanistic supervisor needs to cultivate “those skills, attitudes and understandings essential to carrying out 
the multi-faceted role of person-centered supervision”. By “person-centered supervision” Abrell meant that the 
supervisor would attempt to utilize “the aspirations, needs, and talents of the person(s) with whom he/she 
cooperatively works”. Abrell (1974, cited in Bailey, 2006) spelled out 10 key characteristics that effective 
humanistic supervisors need. The first three include the beliefs that “all human beings possess the power ... of 
solving their own problems; possess genuine freedom of creative choice and action, and are, within certain objective 
limits, the masters of their own destiny; achieve the good life by harmoniously combining personal satisfactions and 
continuous self-development with significant work and other activities that contribute to the welfare of those with 
whom one relates”. According to Abrell, humanistic supervisors must also exhibit the following characteristics: 
a commitment to democratic procedures when working with others; a willingness to question others’ and one’s 
own basic assumptions and convictions; a deep commitment and capacity to make others feel worthwhile, 
important, and uplifted; a willingness and ability to establish warm and empathetic relationships with all persons, 
regardless of their racial, religious, ethnic, or educational backgrounds; an ability to listen and a desire to utilize the 
experience of others as a resource for planning and achieving goals; an enthusiasm for and belief in supervision as a 
viable process for contributing to human growth and progress; a commitment to upgrade oneself as a whole human 
being and the desire to carry on a continuing inquiry in the field of supervision. 
As stated earlier, supervisors who prefer giving feedback and train practicum students through cathartic 
supervision technique take individuals’ emotional pains into account and approach them in such a way that they 
learn how to release themselves from their pain that may block their personal power. Cathartic supervision 
technique is one of the verbal and nonverbal intervention techniques developed in 1983 by John Heron aiming at 
developing interpersonal skill training which is designed for people who need to give feedback, evaluation, guidance 
and support in an enabling capacity. The supervisor acts as an enabler and his/her main aim is to enable the trainee 
to discharge, abreact painful emotions, primary grief, fear, and anger (Heron, 1990). As Hamid and Azman (1992) 
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state, “Supervisors aim at empowering the trainee to become more autonomous and take more responsibility for 
himself by helping to release the emotional pain that blocks his personal power, by eliciting self-directed learning by 
affirming the trainee’s worth as a unique being”. Students are active participants as they reflect on their 
performances and are aware of the emotional pains that block them as language teachers in class. In order to find the 
most effective intervention technique for supervisees, Hart (1994) advises supervisors to review audio or videotapes 
of a supervisee's teaching performance prior to the supervision session in order to plan a strategy of intervention. 
The supervisee should also review the tape to prepare questions and discussion topics. 
In this part important points that supervisors must consider, the characteristics of good supervisors and 
supervisees’ attitudes towards receiving supervisory feedback will be explained. 
Howard, Nance, & Myers (1986) say that “with novice supervisees, a high degree of support and a low amount of 
challenge or confrontation is advisable”. Stoltenberg & Delworth (1987) warn supervisors to consider the 
developmental level of the supervisee when using individual supervision: “Specifically, how skilled is the 
supervisee in general and specifically with the type of client in question, how anxious is the supervisee when 
reviewing his/her work, and what is the supervisee's learning style?” Borders (1994) states that “Good supervisors 
seem to have many of the same qualities of good teachers and good counselors”. That is, they are empathic, genuine, 
open, and flexible. They respect their supervisees as persons and as developing professionals, and are sensitive to 
individual differences (e.g., gender, race, and ethnicity) of supervisees. Borders (1994) says that “Even more, good 
supervisors really enjoy supervision, are committed to helping the practicum student grow, and evidence 
commitment to the supervision enterprise by their preparation for and involvement in supervision sessions. These 
supervisors, evidence high levels of conceptual functioning, have a clear sense of their own strengths and limitations 
as a supervisor, and can identify how their personal traits and interpersonal style may affect the conduct of 
supervision”. He also adds that good supervisors have a sense of humor that helps both the supervisor and 
supervisee get through rough spots in their work together and achieve a healthy perspective on their work. Such 
personal traits and relationship factors are considered as significant as technical prowess in supervision. Borders 
(1994) says that extensive training and wide experience in counseling/teaching/supervising help good supervisors to 
be knowledgeable, competent and achieve a broad perspective in their profession.  
Borders (1994) also states that “Good supervisors also have the professional skills of good teachers (e.g., applying 
learning theory, developing sequential short-term goals, evaluating interventions and supervisee learning) and good 
consultants (e.g., objectively assessing problem situation, providing alternative interventions and/or 
conceptualizations of problem or client, facilitating supervisee brainstorming of alternatives, collaboratively 
developing strategies for supervisee and client growth). In fact, good supervisors are able to function effectively in 
the roles of teacher, counselor, and consultant, making informed choices about which role to employ at any given 
time with a particular supervisee”. Borko & Mayfield (1995, cited in Paquette and Tochon, 2002) state that 
“supervisors should provide support and guidance for student teachers to integrate theoretical and research-based 
ideas from their university courses into their teaching”.
In relation to the importance of reflectivity in cathartic supervision Schleppegrell (1997, cited in Paquette and 
Tochon, 2002) says that “reflectivity provides the basis for dialogical inquiry and shared teacher research that can be 
used to focus the student teacher’s development of understanding of what goes on in the classroom”. Paquette and 
Tochon (2002) state that “the preservice teachers must reflect at each stage of the process; beforehand in the 
planning stages, during the activity in order to adjust to student reactions, and afterward to evaluate the effectiveness 
of the activity and to determine how to improve it before reusing it with other groups”. In relation to the importance 
of feedback and evaluation, McLoughlin & Hunt (http://www.ihes.com/bcn/tt/articles/hot-feedback.html) 'hot' 
evaluation is seen as being worthwhile to the majority of trainees. The purpose of hot feedback is to enable a trainee 
to get off his or her chest initial perceptions of their own teaching performance and to get an immediate response to 
this. Below you can find similar questions that the researcher used during feedback conferences as Hunt states: 
What do you think the relative importance of teaching structure as opposed to vocabulary is?  Why do you stand 
when you teach?  Why did you follow this particular procedure with the reading text? What do you feel the balance 
between accuracy and fluency work should be in an average lesson? What sort of approaches seem to work best 
with this group of students? Why so do you think? To what extent do you think the teacher is a participant in class 
discussions, as opposed to being a monitor/corrector, etc? 
Hunt states that “In using this type of open ended, discussion based question type I hope I am encouraging the 
teacher to consider a/his/her rationale which may underlie his or her thinking and consequent classroom behaviour”.  
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“Questions can be a powerful way of helping trainee teachers through this stage of their ZPD, or helping them 
perceive the ship on the horizon. The questions themselves, however, need to be phrased in such a way that they are 
not seen as threats and criticisms, but as answerable in discussion (even if no 'right' answers are resultant)”. In 
relation to the importance of supervisory attitudes, Harbon (2006) states that “supervisory attitudes varied from 
“highly dependent” (needing continuous help and encouragement) to “confidently independent”. Therefore, to  help 
students to voice their opinions and expectations he suggests using six categories of intervention (“authoritative” 
and “facilitative” styles or approaches, with the authoritative described as a “prescriptive, informative and 
confronting” approach, while the facilitative is viewed as a “cathartic, catalytic and supportive” approach)  where 
Schön (1983) states that practicum students begin to develop their 'professional artistry’. 
2. Method 
The purpose of this study was to explore practicum students’ opinions about the cathartic supervision model 
applied in the EDUC 402 Practice Teaching course and in what ways the cathartic supervision given is reflected in 
their teaching behavior during their practice teaching experience. With this purpose in mind, a case study focusing 
on a single case – EDUC 402 Practice Teaching course - was conducted using action research strategy within the 
qualitative research paradigm. According to Fraenkel & Wallen (2006, p. 573), “Action research problems almost 
always focus on only a particular group of individuals (a teacher’s class, some of counselor’s clients ...”. Fraenkel & 
Wallen (2006, p. 463, Table 19.2) also suggest that under qualitative research paradigm descriptive studies 
employing a case study strategy using participant observation, nonparticipant observation, written questionnaires as 
data collection techniques can be designed. (See Figure 1) 
According to Mills (2007, p. 5), action research is “…any systematic inquiry conducted by teacher researchers, 
principals, school counselors or other stakeholders in the teaching learning environment to gather information about 
how their particular schools operate, how they teach and how well their students learn.” Furthermore, he states that 
the goal of action research is “gaining insight, developing reflective practice, effective position changes in the 
school environment and improving student outcomes and the lives of those involved”. According to Dick (2002), 
“Action research is a flexible spiral process which allows action (change, improvement) and research 
(understanding, knowledge) to be achieved at the same time. The understanding allows more informed change and 
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at the same time is informed by that change. People affected by the change are usually involved in the action 
research. This allows the understanding to be widely shared and the change to be pursued with commitment.” Dick 
(2002) also suggests “...most action research is cyclic or spiral. It alternates between action and critical reflection as 
it moves forward. The reflection begins with critical review of the situation and of past actions. It is followed by 
informed planning of the next action”. 
According to Bogdan & Biklen (1998), action research is a collaborative naturalistic method of inquiry in which 
the researcher is often the practitioner who aims to achieve more effectiveness in the practice. So the researcher uses 
qualitative methods and processes in order to reflect on his/her experiences in the research process. In this sense 
participatory action research was used within the time frame in which the researcher and the practicum students met 
both in groups and individually and exchanged views concerning the stages of the course under investigation. This 
helped maintain the practicum students’ role as informants to the researcher and the sharing of information both 
ways. The researcher undertook two roles as a participant and a nonparticipant observer. 
The study searched for the answers to the following research questions:    
1. What are the students’ opinions about the cathartic supervision model applied in the EDUC 402 Practice 
Teaching course? 
2. In what ways is cathartic supervision given reflected in practicum students’ overall attitude to classroom 
teaching behavior in terms of classroom management, teaching techniques, and activities? 
2.1. Sampling  
In this study, convenience sampling was employed in selecting the participants. Fraenkel & Wallen (2006, p. 100) 
defines convenience sampling as “a group of individuals who (conveniently) are available for the study”. Within the 
context of this study, practicum students attending EDUC 402 course conveniently constituted the sample, as it was 
the only group taught by the researcher. 
2.2. Data collection 
Data were collected through the instruments given below between May 4 and June 12, 2009. 
2.2.1.  Video-recording of a lesson  
In order to collect data about the teaching performance of the practicum students and help them learn effective 
skills to teach, the researcher decided to identify basic problems that practicum students experience when they teach, 
and observed what made practicum students nervous, angry, feel afraid, unhappy and what strategies they followed 
to overcome these negative feelings by videotaping each student’s practice teaching session. 
2.2.2. Feedback  
The researcher aimed to help practicum students verbalize how they felt during teaching and guided them to be 
more aware of how they were affected from various students’ behaviors and other problems suddenly occurred in 
class.
2.2.3. Pre-observation conference 
The researcher went over their lesson plans with practicum students considering the principles of directive or 
alternative supervision when needed, helped them think about what might affect their lessons negatively, and 
encouraged them to think about their contingency plans for all stages of the lesson. 
2.2.4. Observation 
The researcher observed to what extent the practicum student was aware of what s/he was doing in class, and also 
observed whether s/he had learnt how to overcome her/his fear, anxiety, nervousness, and so on. 
2.2.5. Post-observation conference 
The researcher aimed to help practicum students verbalize how they felt during teaching. She helped them be 
aware of how they were affected from various students’ behaviors in class and problems suddenly occurred and 
discussed the usefulness of the contingency plans with practicum students. 
2.2.6. Questionnaire 
The researcher aimed to learn practicum students’ perceptions about the cathartic supervision model through a 
questionnaire as a structured interview requiring written responses to six open-ended questions. 
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2.3. Data Analysis 
In this section, the procedures followed in analyzing each data collection instrument are described. 
2.3.1.  Video-recording of a lesson 
After watching the video-recorded lesson of each practicum student considering the criteria, similar problems in 
each teaching experience that the supervisor identified were grouped and their frequencies were taken. (See Table 1) 
2.3.2.  Feedback 
Each student’s responses to the identified problems were discussed and noted down. The researcher guided the 
practicum students with some questions in which she aimed at raising practicum students’ awareness about how they 
feel and noted down their responses. Answers given to the supervisor’s open-ended questions were analyzed by 
grouping similar answers under the same category. 
2.3.3. Pre-observation conference 
Through guiding questions of the supervisor, each student’s responses were noted down and categorized. 
2.3.4. Observation 
Supervisor and the cooperating teacher observed and assessed the performance of the practicum students 
according to the criteria in the Formal Teaching Assessment Form. Then supervisor categorized similar responses. 
2.3.5. Post-observation conference 
Through guiding questions of the supervisor, each student’s responses were noted down and categorized.
2.3.6.  Questionnaire 
Student’s responses were categorized considering similar ones under the same category. Moreover, to provide 
students with constructive feedback in which they could uncover their emotions, the researcher diagnosed some 
important points about which she wanted to raise practicum students’ awareness. Responses of the practicum 
students were noted down and individual feedback sessions where students felt themselves quite relaxed and less 
anxious about their performance were arranged accordingly. Important points that the supervision aimed at raising 
during the feedback session were discussed with the practicum students (some parts of the video-recorded lessons 
were watched and analyzed again with student teachers to remind/show him/her his/her emotional breakdown and 
made him/her aware of how s/he was affected from these feelings and how s/he managed to overcome these 
difficulties). 
In both pre- and post-observation sessions, students’ responses were noted down and the researcher had been 
more aware of the problems she diagnosed in students’ video-recorded teaching experience. Through the questions 
of the researcher, the practicum students were able to be aware of what they did, why they did and how they felt. 
Knowing about their feelings, practicum students started to think various alternatives to overcome their bad 
experiences and the negative feelings they brought.  
After each feedback session a questionnaire, which included five open-ended questions, was  given to the 
practicum students in order to find out whether they found the supervision technique the researcher adopted useful 
or not. The next performance of the practicum students was evaluated through direct observation by the supervisor 
and the cooperating teacher in class. Practice teaching students were given feedback through the principles of 
cathartic supervision which aims at raising the awareness of the prospective student teachers in terms of emotional 
barriers they face during teaching to overcome their negative feelings towards teaching. 
3. Results and Discussion 
In this section, the results obtained from the analysis of data collected through data collection instruments will be 
presented and discussed. The results of the data analyzed are given in the tables below followed by discussion. 
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Table 1. Summary of identified points in video lessons
Sessions Points identified/given feedback Frequency 
Giving unclear instructions CM 8 
Too much silence in class CM 7 
Lack of confidence in self 7 
Students looked confused and did not know what to do CM 6 
Teacher Talking Time CM 6 
Fear of making mistakes in speaking and writing in class CM 5 
Inability to attract students’ attention CM 5 
Fear of not being loved by the students 4 
Incomprehensible questions CM 4 
Not knowing how to integrate various activities in class A 3 
Inability to answer students’ questions CM 3 
Inability to form groups for group/pair work activities CM 3 
Inability to check students’ errors CM 2 
Not knowing how to play the tape CM 2
Fear of being laughed at by students CM 2 
Not knowing how to move and monitor students in class CM 2 
Fear of ruining the self image of himself/herself CM 2 
Identified points in video-recorded 
lessons
(CM= Classroom Management) 
(A= Activities) 
Not knowing much about classroom management skills  1
Sessions Points identified/given feedback Frequency 
Accepts supervisor’s feedback as  developmental 11 
Well aware of his/her anxiety 
Well aware of her fears  (very sensitive towards students’ words  and looks) 
10Attitudes of the students 
towards supervisor’s 
feedback Defensive- not accept suggestions and explanations of the supervisor 
Blaming students because of the silence in class 
Blaming students for gossiping about her/ him  
Blaming students because of the their inability 
3
Table 2. Summary of attitudes of students towards supervisor’s feedback
Table 3. Summary of post-observation session
Sessions Points identified/given feedback Frequency 
Post-observation session 
(CM= Classroom 
Management) 
Better at making herself understood, uses simpler words 
Asks concept questions to check students’ level of comprehension Better at 
attracting students’ attention 
Knows how to arise students’ interest about the lesson 
Monitors students while doing tasks and helps them when needed 
12
 (A= Activities) Better at integrating various activities 
Trying more enjoyable activities in class to encourage students to participate in 
the lesson 
12
(TT= Teacher Talk) 
Uses various strategies to attract students’ interests 
Good  at changing the scope of the lesson upon students’ needs and interests 
Allows thinking time for students to answer questions 
Adapts materials according to the language level of the students
Uses various error correction techniques (peer, self, teacher correction..) 
Changes lesson according to the scope of the topic being discussed 
10
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As each practicum student had his/her individual beliefs about language teaching and learning, they preferred teaching in the 
way they thought it was beneficial and effective. Therefore, this diversity in their beliefs among practicum students towards 
teaching and learning had been reflected in their teaching behavior differently. In order to overcome some problems that were 
identified previously, each practicum student interpreted his/her problems in the way that he/she could manage to change 
according to the feedback they received and their teaching/learning beliefs. For instance, as it is seen from the table above, 
silence and extensive amount of teacher talking time were two main problems that occurred in video-recorded lessons. To 
overcome silence in class, some practicum students tried new activities, games, or chose more effective and interesting topics for
students while some practicum students interpreted this silence because of their unclear instructions which confused students in
class and prevented their participation. Another important problem that was observed and identified was practicum students’ lack
of self-confidence in self and fear of ruining their self-image. 
During feedback session, which was conducted right after the video-recorded lesson, practicum students seemed 
to have positive attitude towards supervisor’s feedback. 11 practicum students out of 14 stated that they found 
supervisor’s feedback developmental as it enabled them to learn their strengths and weaknesses as the supervisor 
showed them some parts of the video-recorded lesson and asked them to verbalize how they felt when the problem 
occurred. Only 3 of the students were defensive throughout the feedback sessions so they did not accept the 
supervisor’s comments.
According to the analysis of post-observation sessions, it was possible to categorize certain improvements achieved by each 
practicum student in terms of classroom management, teaching techniques, activities and professional knowledge. Major 
improvements occurred especially in classroom management, teaching techniques and selection of activities. In terms of 
improvements observed about classroom management, 10 students out of 14 managed to develop themselves effectively 
considering the guidance and feedback they received from the supervisor throughout the semester. Majority of the students stated
that they learnt giving instructions in digestible chunks, asking concept questions to check students’ understanding of the points
presented in class, knowing how to form pair or group work activities, using various teaching techniques in class, and so on. 
Identified problems in video-recorded lessons that may cause practicum students feel anxious/afraid while teaching 
x Too much silence in class 
x Students who look confused and not know what to do 
x Demotivated students 
x Inability to attract students’ attention 
x Inability to answer students’ questions 
x Inability to check students’ errors 
x Inability to form groups for group/pair work activities 
x Not knowing the pronunciation of the word 
x Not knowing the spelling of the word 
x Not knowing how to play the tape 
x Fear of making mistakes while speaking 
x Fear of making mistakes while writing on the blackboard 
x Fear of giving unclear instructions 
x Not knowing how to give feedback to students 
x Not knowing how to move in class 
x Not knowing incorporating a variety of activities in class 
x Fear of ruining the self image of him/herself  
x Fear of being laughed at by students 
x Not knowing much about classroom management skills 
x Teacher’s reactions towards students’ questions 
x Teacher’s lack of self-confidence (not knowing the answer of students’ questions, not knowing the subject matter, not liking the
activity himself/herself, etc..) 
x Ability to make instant decisions 
x Establishing rapport  
x Students’ attitudes towards English lessons, towards their teacher and their peers not liking the student-teacher as a person 
x Timetable (early or late classes) 
x Students’ lack of motivation 
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Table 5. Results of the questionnaire analysis. 
Interview Questions Responses Frequency 
Quality of the feedback 
Very useful, it was inspiring to learn different strategies during feedback sessions 12 
Very beneficial, I learnt the most important applications that teaching requires 11 
Very useful, I am aware of my own strengths and weaknesses as a person and as a 
language teacher 10
Feedback developmental/judgemental 
Supervisor’s feedback was mostly developmental, but sometimes she was 
judgemental 11
Attitude of the supervisor 
It was very clear that my supervisor loved her job 14 
She listened to me whenever I needed and answered my questions 14 
My supervisor was a dedicated teacher  12 
Approach of your supervisor 
My supervisor seemed to be very knowledgeable about her job 14 
My supervisor was also interested in my feelings as a person, which I found very 
useful 12
My supervisor was very friendly during feedback sessions 12 
My supervisor behaved me in a way that made me comfortable and relaxed 12 
My supervisor was very creative 11 
Teaching technique of my supervisor impressed me. 11 
Atmosphere during supervision sessions 
Individual and instant feedback sessions were very useful. 13 
I felt relaxed while talking to my supervisor 12 
1. Can you please briefly 
describe and reflect on the 
feedback sessions you 
have had this semester. 
(Quality of the feedback 
you received from your 
supervisor, did you find it 
useful, developmental or 
judgmental? Attitude and 
approach of your 
supervisor, atmosphere 
during supervision sessions, 
etc.)
My supervisor helped me to calm down. 10 
Attitude of the supervisor 14 
Approach of the supervisor 14 
Knowledge of the supervisor 14 
Constructive criticism of the supervisor 12 
1a) Write down the things 
that made you happy 
during the feedback 
sessions. Encouraging words of my supervisor 11 
1b) Write down the things 
that made you sad during 
the feedback sessions. 
Negative criticism of the supervisor about my performance showing some parts of my 
video-recorded lesson as evidence 5
Raising awareness about the complexity of teaching profession 14 
Showing me effective techniques and tactics for each stage of the lesson 14 
Raising awareness about my strengths and weaknesses while teaching  14 
Raising awareness about my feelings towards teaching, learning, students 12 
1c) What was the main 
goal of your supervisor in 
these feedback sessions? 
Helping me to overcome my fears, anxiety and nervousness in class  11 
My expectations have been met but as we will not be given a teaching certificate after 
taking such a demanding course demotivated me 14
I learnt how to teach various skills 12 
I learnt important tactics/strategies to use in class 12 
I learnt how to make a lesson plan 12 
I learnt through application, practice 11 
If only I had had a chance to take more EDUC lessons from my supervisor 11 
I learnt how to apply theory with practice 10 
I learnt how to make a boring lesson enjoyable 9 
2. Think back your 
expectations from this 
course. What were they? 
Do you think that this 
course has met your 
expectations? Please 
explain.
I learnt what classroom management means 8 
Accreditation of this course is necessary 14 
My supervisor’s teaching style was very beneficial, we learnt through debates, 
discussions, peer evaluation, micro-teaching sessions, etc.. We were active 
participants in the lesson. It was very interesting not to use a course book throughout a 
semester but knowing every important concept in it in detail 
12
Practicum students should not observe only one teacher’s teaching style, variety is 
needed
10
Internship program can be divided into two terms 9 
Course requirements should be reduced 8 
3. What are your 
suggestions for further 
development of this 
course?
Practicum students should be encouraged to teach grammar and speaking lessons, not 
only reading and listening skills 
8
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Table 5. Continued. 
Yes 14 
Rapport in class is the most important thing for teachers and students 12 
We should consider our students’ needs and expectations 8 
Teaching is something which requires creativity, sincerity and enthusiasm; it 
is something beyond books 
8
We should get rid of rote-learning and try new, trendy approaches in 
language teaching 
5
Teaching has to be well-planned 5 
I think teaching depends on mutual understanding among teachers and 
students. The most important characteristics of teaching is understanding 
students and sharing my knowledge 
4
4. Are you aware of your 
feelings towards teaching and 
learning? How does being aware 
of your feelings towards 
teaching and learning affect 
you?
I still think that teaching is not suitable for me  3 
As the results of the questionnaire analysis indicate (see Table 5), EDUC 402 practicum students who were 
treated via Directive, Alternative and Cathartic supervision techniques seemed to get benefit from it at the end of the 
semester. 12 students out of 14 found the quality of feedback very beneficial. They stated that the feedback they 
received empowered them to learn their own strengths and weaknesses as a person and as a language teacher. They 
also learnt the most important applications of teaching profession. 
11 students out of 14 found the supervisor’s feedback developmental but they stated that sometimes they received 
judgemental feedback where formal assessment was required. 
All practicum students liked the attitude of the supervisor. They said that it was clear that the supervisor liked her 
job and showed the characteristics of a dedicated teacher. 10 students said that the supervisor made them feel 
themselves very important and worthwhile with her comments. 
Practicum students also commented on the supervisor’s approach. 12 students out of 14 stated that the supervisor 
was very friendly, creative and knowledgeable during the feedback sessions. She also showed interest towards their 
feelings. 11 students out of 14 stated that they were impressed from the teaching technique of the supervisor. 
Almost all practicum students felt themselves relaxed and found the supervisor’s individual instant feedback 
sessions useful. 
1a. All practicum students agreed that as well as the knowledge of the supervisor on the subject matter, the 
attitude and the approach of the supervisor had a positive effect on them. 
1b. Only 3 of the practicum students replied this question and they stated that the negative criticism of the 
supervisor about their performance and showing some parts of their video-recorded lessons as evidence 
made them sad. 
1c. All practicum students agreed that the main goal of the supervisor in the feedback session was to raise their 
awareness about the complexity of teaching profession, to show effective techniques and tactics for each 
stage of the lesson and also to show their strengths and weaknesses while teaching. 
2. When practicum students were asked whether the course has met their expectations or not, all of them had 
the same opinion about not being given a teaching certificate after such a demanding course and said this 
demotivated them. Additionally, most of them stated that they learnt how to make a lesson plan, how to 
teach various skills and important tactics/strategies to use in class.
3. Practicum students made the following suggestions for further development of EDUC 402 course: 
10 students stated that supervisor’s teaching and supervision model should be integrated into the EDUC 402 
course as it was very different from the ones they were exposed up to now. Other suggestions were:  
Internship program can be divided into two terms, 
Course requirements should be reduced, 
Practicum students should not observe one teacher’s teaching style only, variety is needed, 
Practicum students should be encouraged to teach grammar and speaking lessons, not only reading and 
listening skills, 
Accreditation of this course is necessary. 
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4. All practicum students stated that they were aware of their feelings/ emotional pains that block their professional 
performance. 3 out of 14 stated that teaching is not suitable for them. 11 out of 14 said that they liked teaching and they 
were aware of their own strengths and weaknesses about their teaching performance. 12 students highlighted the 
importance of rapport among teachers and students. They stated that rapport is the most important characteristics of 
teaching profession. Secondly, they stated hat students’ needs and expectations should be considered. Thirdly, they 
highlighted the importance of teaching and 8 out of 14 said that teaching is something beyond books.
4. Conclusion 
This study searched for the answers to the following research questions:    
1. What are the students’ opinions about the cathartic supervision model applied in the EDUC 402 Practice 
Teaching course? 
2. In what ways is cathartic supervision given reflected in practicum students’ overall attitude to classroom 
teaching behavior in terms of classroom management, teaching techniques, and activities? 
According to the practicum students’ responses about the supervision model employed in this research study and 
the data analysis results which showed the gradual improvement of each practicum student (from the beginning of 
the study to the end) where the impact of cathartic supervision model had been reflected through their teaching 
behavior, it is possible to say that practicum students perceived the supervision model beneficial and effective and 
suggested this technique to be implemented in EDUC 402 course. Supervisor’s approach, attitude, knowledge and 
creativity in giving feedback throughout the semester had an important role for practicum students to perceive the 
model as beneficial and effective. 
Quality of feedback, which made practicum students feel themselves worthwhile and important, increased their 
self-confidence in teaching. Therefore, weak points that were identified and categorized through video-recording by 
the researcher at the beginning of the study which seemed to block practicum students’ performance in terms of 
classroom management, teaching techniques and activities have improved significantly as various effective 
behaviors were observed by the supervisor and the cooperating teachers at the end of the term. 
The findings of the research study have important implications for increasing the quality of supervision given to 
prospective language teachers. In order to provide students with appropriate, meaningful, reflective feedback, it is 
crucial to take practicum students’ emotional blocks into consideration and help them overcome their fear, 
nervousness, and anxiety. Data gathered from different instruments have revealed that current supervision models 
being employed and the cathartic intervention technique have affected practicum students’ performance in a positive 
way. This research study also identified that practicum students who enrolled in EDUC 402 course had several 
suggestions for the betterment of the course in general. Various research studies to explore better developmental 
intervention models to approach EDUC 402 students should be done to help practicum students become well-
equipped professionals who are aware of their own potential as people and language teachers.
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